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 ABSTRACT 
The student teacher mentoring programme (STMP) has been an 
important feature of the Zimbabwean teacher education landscape since 
1995. However, this programme has not been evaluated and thus the 
need for this article, which seeks to evaluate the implementation of the 
STMP in Zimbabwe.  Data were collected through responses to checklists 
and questionnaires by ten lecturers and sixteen mentors; fifteen student 
teachers responded to questionnaires, and two school heads were 
interviewed.  The main findings are that: (1) the STMP is being 
implemented through the key elements (mentors, student teachers and 
the mentoring context); (2) while the key participants are playing their 
part in the STMP, the latter is not being effectively implemented because 
of lack of funding.  This has negatively impacted on the STMP, resulting 
in low mentor morale.  In the recommendations it is urged that the 
status of the mentor is recognised, in a bid to boost the STMP. 
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1.  INTRODUCTION  
The purpose of this study was to evaluate the implementation of the 
student teacher mentoring programme in Zimbabwe in general, and 
Masvingo Province in particular.  
 
Before reporting on the empirical research, it is essential to give an 
outline of the factors that necessitated mentoring in Zimbabwe.  
 
At independence in 1980, Zimbabwe's education underwent expansion at 
all levels, particularly at the primary and secondary levels 
(Nziramasanga, 1999:9). Actually, education was declared a human right 
aimed at increasing participation by the majority of Zimbabweans in the 
social and economic spheres (Ndawi and Peresuh, 2005: 213). This 
phenomenal expansion was meant to counter and correct the colonial 
imbalances which had blocked educational opportunities for the black 
majority.  
 
To meet the rapid increase in the demand for teachers, teachers' colleges 
increased their output. Student teachers on teaching practice (TP) took 
full charge of classes. The T P pattern for conventional teachers' colleges 
changed from one term to a full year.  
 
Expatriate teachers were recruited from other countries to meet the 
increased demand for teachers. However, at about the same time, some 
educationists, notably Bourdillon (2000), argued for quality education. 
They noted that the model of teaching practice needed to be increased to 
accommodate quality since the quantity aspect had been met.  
 
Against this background a major shift in policy occurred in 1995, 
whereby a student teacher on TP was no longer in charge of a class, but 
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was allocated to an experienced teacher as mentor.  Chiromo (1999:57) 
writes that this attachment model (similar to mentoring) was first mooted 
by a meeting of principals of Zimbabwe's teachers' colleges held in Gweru 
in 1991. The objectives of the attachment teaching practice model were 
to allow student teachers to observe the mentors teaching, while the 
mentors would advise student teachers on matters relating to their 
professional development (Chiromo, 1999:58).  
 
Despite the shortcomings of the attachment teaching practice model 
(which approximates to mentoring), it is still operational and hence the 
need to evaluate its implementation. Key stakeholders included in this 
study are student teachers, mentors, school heads and college lecturers. 
The schools and colleges work together to enhance the mentoring 
programme, since teacher education involves a partnership between 
these two co-partners in professional development. There is also critical 
input from the University of Zimbabwe (UZ) through the Faculty of 
Education's Department of Teacher Education (DTE). Inevitably, the two 
Ministries responsible for primary, secondary and higher education 
(Ministry of Education, Sport and Culture and Ministry of Higher and 
Tertiary Education) are involved in the student teacher mentoring 
programme.  
 
The study will be guided by the research question: How effective is the 
implementation of the student teacher mentoring programme in 
Zimbabwe?  
The questions are as follows:   
• What are the key elements of the student teacher mentoring 
programme?  
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• What are the roles of the key participants in the student teacher 
mentoring programme?  
• To what extent does the student teacher mentoring programme 
satisfy the pre-determined indicators of implementation?  
 
The following theoretical framework provides the basis for the empirical 
study relevant to these questions.  
 
 
2.  THEORETICAL FRAMEWORK 
 
2.1  MENTORING  
 
Anderson and Sharmon (1988) in Heung-Ling (2003:40) view mentoring 
as a nurturing process in which a more skilled or more experienced 
person serving as a role model teaches, espouses, encourages, counsels 
and befriends a less skilled or less experienced person for the purpose of 
promoting the latter's professional and or personal development, a point 
endorsed by Mtetwa and Kwari (2003: 274). Malderez (2001:57) adds that 
this concept describes the support accorded by one (usually more 
experienced) person for the growth and learning of another, and for their 
integration into and acceptance by a specific community.  
 
The above is a general conception of mentoring, which is in line with 
Shaw's (1995a:13) view that there are many variants of the function of 
'mentors' (such as trainers, coaches and developers - among others). 
However, in teaching and education, mentoring deals with assisting 
student-teachers to learn how to teach in school-based settings 
(Tomlinson, 1995:7). From the views on mentoring enunciated above, 
mentoring can be used as a strategy in the area of continuing teacher 
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professional development. This is the context in which mentoring is used 
in this article.  
 
Mentor characteristics  
 
The above definitions and conceptions of mentoring imply particular 
mentor characteristics. These serve as criteria against which mentors are 
selected, and include knowledge, skills and experience.  
Knowledge  
Regarding this aspect, Hagger, Burn and Mclntyre (1995:8) say mentors 
are expected to have varying types of knowledge, which knowledge 
resides in the expertise of practising, experienced teachers. Furlong and 
Maynard in Mclntyre and Hagger (1994:9) support the view that teachers 
seem to possess a practical knowledge base. This view is endorsed by 
Brown, Phillips and Jordan (2004:2) as well as Zanting, Verloop, 
Vermunt and Van Driel (1998) for whom knowledge is synonymous with 
expertise. Timperley (2001:12) also mentions that teachers articulate 
principles of teaching as they arise in practical contexts for student 
teachers.  
Skills  
Concerning this aspect, Keen (1996) says for teachers to operate 
efficiently, they need to possess (in addition to knowledge) a repertoire of 
skills, a view endorsed by Smith (2002:137). Such skills include 
classroom management, providing feedback to learners, role playing and 
developing learning materials.  
Experience 
Inherent in the definitions of mentoring is the aspect of experience 
(Shaw, 1995b; Malderez 2001). Actually, Heung -Ling (2003: 33) sees the 
mentor/mentee relationship as being the key to successful mentoring. 
Furthermore, Hagger, Burn and McIntyre (1995:9) also agree that 
experienced teachers conduct lessons with flexibility, effectiveness and 
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remarkable fluency. However, such experience needs to be broadened 
(Jones and Reid, 1997:8), to widen mentor horizons beyond the 
immediate school contexts. 
  
Mentor roles  
 
The mentor characteristics imply mentor roles. Yeomans in Mclntyre and 
Hagger (1994:13) identifies three dimensions of the mentoring role as 
follows: structural (ensuring that conditions exist in the school which 
enable students to perform effectively); supportive (being concerned with 
students as people, and with making them feel at home in the school) 
and professional (relating to student teachers' development as teachers). 
Regarding the structural dimension, Wilkin and Sankey (1994:91) 
single out time as a key resource. Space is another crucial aspect, as are 
other resources which empower students to function effectively in the 
school. On the supportive role, Mclntyre, Hagger and Burn (1994:16) 
view this role as being pivotal to the mentors as it provides personal 
support for the student teachers who experience feelings of insecurity at 
the school initially a  point  echoed by Jones and Reid (1997:5) and 
Malderez (2001:57). College lecturers also provide significant support for 
student teachers on teaching practice (Msengana, 1996:180; Gitywa, 
date unknown: 26). Finally, the professional dimension includes what 
Yeomans in Mclntyre and Hagger (1994:14) calls the trainer and 
educator roles (played by the mentors). The former includes such aspects 
like prompting, demonstrating, advising, coaching and telling, while the 
latter incorporates discussing, focusing, reflecting, questioning and 
explaining. Other authorities like Edwards (1995:598), Ndawi and 
Peresuh (2005), Timperley (2001: 112), Franke and Dahlgren in 
Timperley, (2001:111) also point to the value of the professional 
dimension. The three dimensions reinforce each other as they provide 
different but supportive facets to student teachers' overall development.  
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 The student teacher as a key element in the mentoring programme also 
merits brief discussion.  
 
2.2  THE STUDENT TEACHER  
 
The student teacher is a direct beneficiary of the student teacher 
mentoring programme who stands to gain much from the mentor and 
other stakeholders. Chakanyuka (1998: 24 -25) agrees with this view and 
urges student teachers to perform the following functions in support of 
the mentoring programme.  
• Be willing to learn from the mentors. 
While this is the trend, mentors should also be prepared to learn 
from student teachers - a point supported by Mtetwa and Kwari 
(2003:275) who say both the mentor and mentee should benefit 
from the mentoring partnership.  
• Develop a sense of humour, humility and patience.  
• Have subject knowledge and enthusiasm for the subject, through 
organising pupils’ work and materials.  
• Develop a range of teaching methods which take cognisance of 
pupils' individualities.  
• Plan lessons as expected by the college.  
• Submit to the school head's authority and maintain a professional 
relationship with other teachers. Submitting to the school head's 
authority does not preclude the respect that Maynard and Furlong 
in Timperley (2001:112), and Kwo (1998:99) urge for the student 
teacher as a learner.  
 
The student teacher is likely to benefit much from the mentor roles, as 
well as the support from the whole school community in reinforcing the 
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mentoring programme. A brief description of the roles of the key 
participants in the student teacher mentoring programme follows.  
 
2.3  ROLES OF THE KEY PARTICIPANTS IN THE STUDENT 
TEACHER MENTORING PROGRAMME (STMP). 
 
Before the roles of the key participants are described, it is imperative to 
highlight the mentoring context, which is the primary schools and 
classrooms where teaching and mentoring occur in Zimbabwe. While 
teacher education is largely controlled and shaped by Higher Education 
Institutions (HEIs) [through the Ministry of Higher and Tertiary 
Education which runs all teachers' colleges and the University of 
Zimbabwe through the Department of Teacher Education - DTE],there 
have been calls for schools to be more involved with student teachers' 
professional development during Teaching Practice [TP]. TP is a term 
used to refer to that part of students’ education where professional 
training is directly and practically concerned with teaching and school 
experience. 
 
The key players in the student teacher mentoring programme include 
DTE, teachers' colleges and primary schools.  These will now be briefly 
presented individually, starting with the DTE. 
 
DTE'S role              
 
DTE is housed in the Education Faculty at the University of Zimbabwe 
(U.Z) It is the link between UZ and teachers' colleges. Writing about the 
role of Universities, Furlong and Smith [1996;19] say that the defence of 
university involvement lies in the presence within their departments of 
that expertise, relevant research and  critical tradition, in which teachers 
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participate.  DTE fulfils these functions, especially the critical tradition 
through  
• scrutinising syllabuses (from teachers' colleges) in the various 
subject areas, and reviewing these periodically to ensure their 
continued relevance; 
• visiting teachers' colleges to check on their operations (each college 
is attached to a Programme Co-ordinator from DTE for that 
purpose); 
• appointing external assessors (examiners) to monitor academic and 
professional standards in colleges; 
• assessing student teachers on Teaching Practice. 
Through these and other related functions, DTE helps uphold 
professional and academic standards. 
 
The role of teachers’ colleges in the STMP 
 
Like the DTE, Teachers' Colleges play a key role in the STMP.  
Chakanyuka (1998;18-19) identifies major administrative and 
professional responsibilities of the colleges.  The former relates to the 
deployment of student teachers in primary schools, processing the 
payment of their allowances through the Ministry of Higher and Tertiary 
Education and the Salary Service Bureau - among others. On the 
professional front, Chakanyuka (1998;18) notes that the colleges prepare 
student teachers through exposing them to the content in the various 
subject areas for them to be able to articulate the theory learnt.  
 
The college also undertakes a crucial function: that of supervising 
students on teaching practice, after they have been taught the theory 
underpinning supervision.  Ndlovu (1993;69) views TP supervision as the 
process that makes it possible for someone experienced in teaching to 
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teach the student how to teach effectively.  Its purpose is to improve the 
quality of teaching.  Lecturers from teachers’ colleges do much of the 
supervision of student teachers on TP.  This is part of the critical support 
function by lecturers (Murray and MacDonald, 1997:331; Msengana 
1996).  Colleges also hold consultative meetings with Regional and 
District Education personnel, as well as school heads, where key aspects 
like mentor selection are discussed. 
 
The role of primary schools in the STMP 
 
Much of this role revolves around the school head (principal) who, 
together with the deputy head, helps the student teachers during the 
course of their teaching practice. Mentoring occurs during that TP 
period.  Fullan (1998;76) acknowledges the pivotal role of the principal 
when he says the principal is the person most likely to be in a position to 
shape the organisational conditions essential for success.   
 
Chakanyuka (1998;19) identifies the head’s administrative duties as 
those that include preparing teachers for student teachers TP, assigning 
them classes and mentors and creating a welcoming atmosphere at the 
school which has to be sustained throughout the TP period to facilitate 
mentoring.  S/he also liaises with the college and District Education 
personnel on such aspects as mentoring workshops to sustain the STMP.  
On the professional front, Chakanyuka (1998:21) says some of the head's 
duties include giving maximum support to teacher mentors by ensuring 
that resources are available to student teachers under their charge. 
Wilkin and Sankey (1994:91) also argue for a substantial amount of 
protected time to be given to mentors for working with students.  Other 
professional duties of the school head include urging mentors to share 
their experiences on mentoring, formulating policy on issues such as 
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how many staff will be involved in mentoring each year. The head also 
supervises both mentors and student teachers. 
 
The head's roles clearly show that school-based teacher education 
should be viewed as a whole school commitment, a point supported by 
Hagger, Burn and Mclntyre (1995:13), Chakanyuka (1998) and Hobson 
(2002:5). 
 
Additional to the school head, the mentor also forms an integral part of 
the primary school.  Mentor roles have already been chronicled, but 
Chakanyuka (1998:22) adds the administrative role to the professional 
role.   
 
The roles of the various key participants need to be properly co-ordinated 
if mentoring is to be effective. In fact these roles imply partnership, as 
well as the need to understand the models of teacher preparation.  
 
 
2.4  PARTNERSHIP IN MENTORING  
 
From the roles of the key participants above, it is clear that for the 
mentoring programme to succeed, there is a need for stakeholders to 
work closely together.  
 
Wilkin and Sankey (1994:41) argue for close liaison between the 
practitioner and academic communities. Vavrus (1999:8) as well as 
Bennett, Dunne and Harvard (1995:1) acknowledge that working in 
partnerships is a major trend and should be employed optimally to 
enhance mentoring. In Zimbabwe, teachers' colleges and schools, 
together with Education Officers and the DTE, need to work together to 
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facilitate the mentoring programme. This is no mean feat, as noted by 
Allsop in Wilkin and Sankey (1994:44).  
 
The same author cites some of the problems between schools and HEIs 
as being in the realm of assessment, which Higher Education Institutions 
regard as their territory. However, in Zimbabwe, schools are being called 
upon to actively assist in the supervision of student teachers, with school 
grades now counting towards a student teachers' final assessment. 
 
From the foregoing, it is clear that partnership has potential benefits, 
especially to the student teacher. This can only occur if the partners 
(HEIs and schools, as well as DTE) work more collaboratively. In 
addition, a clear conception of models of teacher preparation may aid 
these stakeholders to have a better view of the mentoring process.  
 
 
2.5  THE MODELS OF TEACHER PREPARATION.  
 
Among the models suggested by various authors are the Apprenticeship 
and the Inquiry -Oriented models.  
  
In the apprenticeship model, the source of teaching expertise is 
thought to be the experienced teacher, (Watson 1994 in Mtetwa and 
Kwari 2003:274, Shaw 1995). Thus, for this approach, teaching practice 
becomes an emulation of what the experienced practitioner does, and 
mentoring gets reduced to a passive process for student teachers and 
collaborating teachers (mentors). The belief in this model is that good 
teaching is 'caught' (Zeichner, 1996). This model has a host of merits, the 
chief one being an increased emphasis on the value of experienced 
teachers' knowledge of how student teachers can best be assisted in 
learning (Allsop and Benson, 1998:17). Furthermore, there is the 
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possibility of providing progression with regard to the tasks set for 
student teachers. Student teachers are thus not overwhelmed by the 
complexities of the classroom situation.  
 
However, some authorities (Mclaughlin 1994; Allsop and Benson 1998) 
believe that this model is inadequate as it fails to perceive the practical 
and evaluative complexities found in teaching. Moreover, it places a low 
premium on student teachers' creative abilities (initially at least), as they 
imitate the mentors most of the time.  
 
The other model, the Inquiry -Oriented model, views teaching as a form 
of research where teachers are reflective practitioners. This model owes 
much to John Dewey, who is quoted by Zeichner (1996) as saying 
effective teaching involves active, persistent and careful consideration of 
any belief or supposed form of knowledge in the light of the grounds that 
support it.  
 
This view is shared by Nyawaranda (1999:279) and Keen (1996) in Smith 
(2000:138) and Ovens (2000:219) who all extol the virtues of this model. 
However, this model has some flaws. Pendry (1990) in Allsop and Benson 
(1998:18) and Mclntyre (1993:47) argue that the wholesale adoption of 
reflective practice approaches can lead to some form of incoherence.  
 
Despite the shortcomings of this model, it does have advantages. 
Actually, a combination of these models would greatly enhance the 
mentoring programme.  
 
The third sub-problem will hence be briefly discussed.  
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2.6  THE STM PROGRAMME AND THE PRE-DETERMINED 
INDICATORS OF IMPLEMENTATION  
 
Fullan (1983:216) views implementation as the process of putting into 
practice an idea, programme, or set of activities which is new to people 
attempting to bring about change. Phases of implementation are 
adoption, initial use and continuation or institutionalisation (Fullan, 
1989). Implementation is a process that occurs at macro-level involving 
such passages as administration, adoption, micro-implementation and 
technical validity. The focus of this study is at micro-implementation 
level (where the local project leads to an implemented practice). The 
study intends to evaluate the implementation of the student teacher 
mentoring programme. Evaluation is viewed as the systematic 
investigation of the merit of some object or entity (Joint Committee on 
Standards of Evaluation in Brinkerholf, Brethower, Hluchyi and 
Nowakowski, 1983:xv). The type of evaluation to be used in this study is 
process evaluation, the purpose of which is to identify or predict defects 
in the procedural design or its implementation. It provides information 
for programmed decisions and records and judges procedural events and 
activities (Stufflebeam and Shinkfield, 1986:17).  
 
Models of implementation include Loucks and Hall’s Concerns–Based 
Approach which incorporates Stages of Concern and Levels of Use. 
Another model is Leithwood’s Curriculum Dimensions, which include 
images or platform, objectives, student entry behaviours, content, 
instructional material, teaching strategies, learning experiences, time 
and assessment tools and procedures. These models were not used in 
this study, because they were deemed not relevant to the student teacher 
mentoring programme: they are more teacher-centred, as opposed to 
process-centred. 
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This study will make use of Wang's (1983) model of implementation, 
which dwells on structural and action domains. According to Wang, 
Nojan, Strom and Walberg the action domain includes critical program 
dimensions such as creating and maintaining instructional materials, 
record keeping, prescribing, monitoring and diagnosing, interactive 
teaching, instructing and motivating. The structural domain deals with 
such critical program dimensions as arranging space facilities, 
establishing and communicating rules and procedures, managing aides 
and developing student self-responsibility. Extrapolating from the above, 
the structural domain involves those factors around which the STM 
program is built, such as space, time and funding. The performance 
indicators for this domain include space (classrooms) within which 
mentoring occurs, time for implementating the programme, funding and 
support for the STMP. The action domain relates to the roles and or 
behaviour of the key participants in the STMP. Performance indicators 
for this domain include advocacy (sensitisation of the mentors and 
lecturers) on the STMP, holding planning meetings for the various 
stakeholders, the training of mentors and lecturers, supervision of 
student teachers by mentors and lecturers, as well as holding workshops 
with relevant stakeholders to share views on the STMP.  
 
The extent to which the STMP has satisfied the above pre-determined 
indicators of implementation, will be subject to a checklist of the above- 
mentioned structural and action domain performance indicators for 
mentors and lecturers among other aspects, as will be described under 
the section on methodology.  
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2.7  SUMMARY OF THE THEORETICAL FRAMEWORK  
 
The theoretical framework addressed the three sub-problems: the key 
elements of the STMP, the roles of the key participants in the STMP and 
the extent to which the STMP has satisfied the pre-determined indicators 
of implementation. It is clear from the foregoing description that the 
mentoring programme is a complex process that requires the key 
stakeholders to work closely together. The methodology followed in the 
study will now be briefly explained. 
 
 
3.  METHODOLOGY 
 
The present study used both the qualitative and quantitative research 
approaches. Sanders, Lewis and Thornhill (1997:72) define qualitative 
research as those research methods that focus on the meaning that 
research subjects attach to social phenomena, while Leedy (1997) views 
it as research approaches that are interactive in their nature. Nherera 
(1999) adds that all such approaches (qualitative) do not use statistical 
methods of collecting and processing data – a view shared by Chisaka 
(2000). 
 
The above implies that qualitative research is interpretive and non-
statistical in nature. Thus it was used in this study to assess views on 
mentoring, involving student teachers, mentors, lecturers and school 
heads. 
 
On the other hand, quantitative research methods use statistical 
methods to collect and process data. In the case of this study, bar charts 
were used to organise data on mentors’ and lecturers’ check-lists, while 
questionnaires were used to determine student teachers’, mentors and 
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lecturers’ views on the student teacher mentoring programme. Therefore, 
a combination of qualitative and quantitative methods was essential to 
get a comprehensive view of the STMP, using interviews, questionnaires 
and checklists.    
 
 
3.1  SAMPLE AND INSTRUMENTS 
 
Ten lecturers provided input to the study (seven responded to a 
checklist, while three filled in a questionnaire), sixteen mentors (twelve 
responded to a checklist while four completed a short questionnaire), 
fifteen student teachers (eleven completed a long questionnaire, while 
four responded to a short questionnaire) and two school heads (who were 
interviewed using a semi-structured interview).    
 
Sampling was done using the convenience and purposive sample types, 
whose central criteria are desirable people (Warren in Henning, Rensburg 
and Smit, 2004:71). By ‘desirable people’ is meant relevant respondents 
who would supply comprehensive (suitable) data, since they are in the 
relevant education sections (contexts). Thus the mentors, lecturers, 
school heads and student teachers selected, all satisfied this 
characteristic (relevance / desirability). For student teachers, eleven were 
from two schools in the urban locality, while four were from the rural 
environment.   Twelve mentors taught in an urban environment, while 
four were rural-based.   All ten lecturers were from a rural college.   Of 
the two school heads, one was based at the same school as the eleven 
mentors (in the urban locale), while the other was rural based (at the 
same school as the four rural-based mentors). 
 
Ethical considerations were taken into account by obtaining the consent 
of the research participants to participate in the study. Fischman in 
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Sales and Folkman (2002:35) says informed consent includes such 
aspects as a clear statement of the purposes, procedures, risks and 
benefits of the research project. Participants were alerted to all these 
aspects through the consent forms which they voluntarily completed (see 
sample of informed consent form in the appendices). 
 
3.2  PROCEDURE 
 
Twenty-four questionnaires for student teachers were distributed to four 
schools (two urban and two rural), with eleven going to urban schools 
and thirteen to rural schools. All the questionnaires in the urban schools 
were personally distributed, completed, and collected the same day.   
Unfortunately, of the questionnaires distributed to the two rural schools, 
four were completed, while nine could not be accessed due to transport 
problems.  
 
Twenty checklists of performance indicators were compiled (twelve for 
mentors in the urban schools, and eight for mentors in a rural school).   
In addition, four mentors completed a short questionnaire. Checklists for 
urban mentors were distributed and completed the same day. Those for 
mentors in the rural school could not be recovered again owing to 
transport woes. The four short questionnaires for mentors at another 
rural school, were completed and returned. The seven checklists and 
three questionnaires for lecturers were personally delivered. These were 
all completed and returned on the same day. Two school heads were 
interviewed using a semi-structured interview instrument, however, due 
to logistical problems, the interviews were not audio-taped. 
 
 
3.3  DATA PRESENTATON AND ANALYSIS 
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The findings of the study will be presented according to the research 
questions (sub-problems). 
 
QUESTION 1: What are the elements of the student teacher 
mentoring programme? 
 
Table 1 below will help expedite analysis. 
TABLE 1  
 STUDENT 
TEACHERS 
MENTORS TEACHERS-IN-
CHARGE 
MENTORING 
CONTEXT 
Student 
teachers 
4 4 0 4 
Mentors 4 4 1 3 
Lecturers 3 3 1 2 
Total 11 11 2 9 
 
Results from table 1 show that 100% of respondents indicated student 
teachers and mentors as being the key elements of the student teacher 
mentoring programme.   81,2% of the respondents also agreed that the 
mentoring context was a key component of the mentoring programme, 
while only 18,2% felt that teachers-in-charge were crucial to the student 
teacher mentoring programme. The reasons advanced to support the 
above choices included such views as that the students and mentors 
form the backbone of the student teacher mentoring programme. The 
fact that 81,2% of the participants mentioned the mentoring context 
reveals respondents’ appreciation of the importance of the schools / 
classrooms as workshops where the mentoring programme occurs. 
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QUESTION 2: What are the roles of the key participants in the 
student teacher mentoring programme? 
 
Table 2 below will help explain issues in relation to the above question. 
 
 DTE Higher and 
Tertiary 
Education 
Teachers’ 
colleges 
Primary 
schools 
with 
student 
teachers 
Education 
Sport and 
Culture 
District 
Education 
Officers 
Student 
teachers 
4 0 4 4 0 0 
Mentors 1 4 4 4 4 2 
Lecturers 3 3 3 3 3 0 
Total 8 7 11 11 7 2 
 
Results from table 2 reveal that 100% of the respondents mentioned 
teachers’ colleges and primary schools with student teachers as being 
the key participants in the student teacher mentoring programme.    This 
was hardly surprising given that these two institutions (colleges and 
primary schools) provide the key elements of the mentoring programme 
(student teachers and mentors). 72,7% of the respondents (mainly 
lecturers and student teachers) indicated the Department of Teacher 
Education (DTE) as being very crucial in the mentoring programme.   
This could be due to regular contact between DTE and teachers' colleges 
(and by extension, student teachers). Only 25% of the mentors felt DTE 
were involved in the mentoring programme. Maybe this points to the 
need for stakeholders to liaise and work closely together in the student 
teacher mentoring programme. 63,6% of the respondents indicated the 
two Ministries of Education as playing significant roles in the mentoring 
programme.    
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Among the most common roles cited by the respondents were that the 
DTE monitors and ensures the maintenance of both academic and 
professional standards in teachers’ colleges.  Teachers’ colleges were said 
to provide the necessary theoretical base (content) to student teachers, 
while primary schools offered support through deploying student 
teachers who would then have access to school heads, mentors and 
resources (stationery, books, expert advice, etc).   The Ministry of Higher 
and Tertiary Education paid lecturers’ salaries and student teachers’ 
allowances. The Ministry of Education, Sport and Culture provided 
mentors and District Education Officers who helped supervise student 
teachers.   While the aspect of partnership between schools and teachers’ 
colleges was not explicitly stated, answers like this one came close to 
mentioning the mentoring partnership: “Colleges provide lecturers who 
supervise the students, with a complement to the mentors’ efforts.”   
Thus, the roles of the above-named stakeholders point to the need for 
partnership amongst them in the STMP. 
 
The last sub-problem (question 3) will now be addressed. 
 
QUESTION 3: To what extent does the student teacher mentoring 
programme satisfy the pre-determined indicators of 
implementation? 
 
This question was handled by using checklists for mentors and lecturers, 
student teachers’ questionnaire responses and school heads’ responses 
to the semi-structured interview. 
 
Checklists 
The checklists were based on Wang’s structural and action domains.   
They contained performance indicators of the student teacher mentoring 
programme as a way of assessing its implementation. 
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Checklists of performance indicators for lecturers 
The majority of the lecturers agreed that there was adequate time 
devoted to discussing the STMP at staff meetings and other fora. On the 
involvement of the Department of Teacher Education (DTE), the bar 
charts in the appendices reflect that lecturers (42,8%) believed that the 
DTE did not fund mentoring workshops, while a similar number were not 
sure whether DTE had an active interest in the STMP. This points to a 
lack of clear communication between college lecturers and the DTE. 
100% of the respondents also indicated that there was no networking 
between sister colleges regarding views on the STMP. Such a scenario is 
unfortunate, as sharing views can improve the implementation of the 
STMP. 
 
On the aspect of meetings with Ministry of Higher Education and DTE 
officials to strategise on the STMP, 85,7% of the lecturers said such 
meetings occurred, while 14.3% said the meetings did not take place.   
Ministry and DTE officials normally visit colleges, especially in respect of 
Teaching Practice (TP).   Mentoring happens in the context of TP, hence 
the above trend of responses. For question 7, 71,43% of the respondents 
indicated that college-based coaching clinics (workshops) were held to 
sensitise staff on the STMP, while 28,57% said such workshops never 
happened. This shows that there is much awareness of the STMP among 
lecturers. Concerning regular workshops with mentors and school heads 
(question 8), 85,71% said such workshops are not held, while 14,29% 
were uncertain as to whether such workshops are held. Financial 
constraints might explain failure to hold such workshops. 
 
All respondents (100%) agreed that information on the STMP was given 
to student teachers before their deployment on Teaching Practice. This 
showed that lecturers were in touch with developments on the ground.   
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Similarly, 100% of the respondents indicated that lecturers supervised 
student teachers on TP. Again, 100% of the respondents (question 11) 
were sure that lecturers discussed student teachers’ performance after 
lesson observations. This helps to guide student teachers as to how to 
proceed. 
 
Responses to question 12 displayed divided opinions on the respect 
accorded mentors’ supervision grades of student teachers. 42.85% of 
respondents said lecturers respected mentors’ supervision grades, while 
28,57% indicated that lecturers did not respect such grades, with an 
equal number (28,57%) uncertain of what to say on the matter (see bar 
graph in the appendices). Interestingly, 85,71% of the respondents 
(question 13) knew that teachers’ colleges took into account the school 
supervision grades awarded to student teachers, while 14,29% felt 
colleges did not consider such grades.  The bar graph on question 14 in 
the appendices, attempts to capture respondents’ views on the STMP. 
42,85% never responded to the question, while 14,28% appealed for 
government support in funding the STMP. Another 14,28% appealed for 
interaction among DTE, teachers’ colleges and Ministry of Higher 
Education. This could have been an indication of the desire to continue 
with the STMP. 
 
Checklist of performance indicators for mentors 
All the respondents for question 1 said mentors had space to carry out 
their mentoring programmes, while the majority (83,34%) agreed that 
mentors had adequate time to carry out their mentoring programmes.   
However, 8,33% said that mentors did not have adequate time for 
mentoring and an equal number (8,33%) were uncertain. On funding, 
(question 3) an overwhelming 75% said there was no funding for 
mentoring activities, while 16,67% said there was, with 8,33% uncertain 
of whether there was funding or not. The majority of respondents (75%) 
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said the funding was meant to facilitate meetings at cluster level, while 
25% said funding was provided for meetings with teachers’ colleges to 
sharpen mentors’ skills. 
 
For question 7, the bar chart in the appendices explains the aspect of 
mentor choice, where 75% of respondents said mentors were not selected 
on the criteria of experience or professional competence, with 16,67% 
supporting mentor choice on the basis of the above criteria. 8.33% of 
respondents were uncertain of how mentors were selected. On mentor 
rotation to give each teacher a chance to experience mentoring, 41,67% 
said this happened, while 58,33% indicated it did not. This suggests 
school heads retained certain mentors, except where pressure of 
students dictated otherwise. Regarding the aspect of acknowledgement  
of mentors’ responsibilities by the Ministry of Education, Sport and 
Culture, 83,33% said the Ministry did not value such responsibilities, 
while 16,67% agreed Ministry valued mentors’ responsibilities. The 
response from the former group points to lack of remuneration or failure 
to award mentoring certificates. On mentors attending planning meetings 
with school heads to sensitise them on the STMP (question 12), 50% said 
they did, with 41,67% indicating they did not, while 8,33% were 
uncertain. This shows that mentors were generally aware of the STMP 
through such meetings. The response to the next question (13) confirms 
the above, as 75% of respondents agreed regular workshops were held 
for mentors to keep them informed of the STMP, while 25% said no such 
workshops were mounted for mentors. Furthermore, 66,67% of 
respondents agreed that on-site (school-level) clinics were held for 
mentors to re-skill them, while 33,33% said such coaching did not occur. 
 
On question 15, 33,33% said they had time, while 66,67% disagreed.   
This shows that mentors were busy with student teachers to the extent 
of failing to find time to share amongst themselves – a tragic 
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development. 100% of the respondents agreed that mentors helped 
student teachers with teaching and other professional duties. In question 
17, 83,34% said mentors supervised student teachers to enhance their 
professional growth, while 8,33% said they did not supervise student 
teachers for that purpose, with 8.33% uncertain of either purpose. On 
the issue of co-operation between schools and teachers’ colleges 
concerning the STMP, 91,67% said such cooperation existed, while 
8.33% were not sure if it did or did not exist.   There was agreement 
(100%) on questions 19 and 20 that cooperation between schools and 
colleges was shown by the deployment and supervision of student 
teachers in primary schools.   
 
Finally, responses to question 21 as shown in the bar chart in the 
appendices, indicated that 25% said the STMP was helpful to students, 
with 8,33% saying lecturers should get more involved in the STMP.   
Regrettably, 25% did not respond to this question, a significant number.   
Another 33,34% said they needed regular and very organised workshops, 
while 8,33% argued for the scrapping of the STMP. The responses show 
the STMP to be a useful programme. 
 
 
Student teachers responses to the questionnaire 
Student teachers’ responses are indicated by means of frequency tables 
below. Personal details are shown for questions 1-5. For question 5, 
81,8% of the mentors were female while 18,2% were male. Female 
teachers are found in large numbers in Grades 1-4. Student teachers are 
often asked to handle these grades. 
 
100% of respondents (question 7) revealed they were given information 
on the STMP through the Teaching Practice (TP) and other departments.  
They were thus very aware of the STMP. All respondents (100% in 
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question 8) agreed meetings were held at the start of TP to sensitise them 
about the STMP. A refreshing response was that to question 9A, where 
all respondents said they were attached to qualified teachers (mentors).   
None was attached to the school head, deputy head or to an untrained 
teacher. This was as it was intended to be, because school heads (and 
their deputies) are weighed down by administrative burdens. Questions 
10 and 11 also drew 100% responses with respondents saying there was 
adequate time for mentors to assist them, and that mentors helped them 
with professional issues such as scheming and planning. In fact, in 
question 12, respondents agreed mentors were keen to perform their 
mentoring roles.    
 
Regarding school heads’ support for the STMP (question 13), 100% of the 
respondents agreed that this support was shown through supervision by 
school heads and mentors (question 14). All respondents (question 15) 
attached much importance to schools’ supervision grades. This attests to 
the effectiveness of the partnership between schools and teachers’ 
colleges. On lecturers’ support of the STMP by supervising student 
teachers on TP (question 16A), 100% said this support was forthcoming.    
On question 16B, 81,8% said lecturers’ support went even further by 
holding regular workshops with students, while 18,2% disagreed with 
that view.    
 
Responses to questions 17A and 17B are shown in the frequency tables 
below. The overwhelming view (81,8%) was that the STMP should 
continue, with many reasons advanced for this, the chief reason being 
that it guides student teachers. 
 
Q 17A 
 Frequency  Percent  Valid Cumulative 
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Percent Percent 
Valid      NO          2 18,2 18.2 18.2 
             Yes          9  81.8 81.8      100 
Total          11 100 100  
 
81.8% said STMP should continue while 18.2% said it should not 
continue. 
 
Q 17B 
 Frequency  Percent  Valid 
Percent 
Cumulative 
Percent 
Valid    
guidance 
        3 27.3 27.3 27.3 
             insight         1  9.1 9.1     36.4 
             nil         7 63.6 63.6 100.0 
             Total         11 100.0 100.0  
 
27.3% said it gives guidance, 9.1% said it gives insight of what they are 
doing and 63.6% did not give a response to this question. 
 
School heads’ responses to the semi-structured interview on the 
STMP. 
The two school heads interviewed showed a keen awareness of the STMP, 
however, both said they were not involved in the planning process of the 
STMP, but were instructed to implement it. Both concurred that they 
held meetings with their teachers (perspective mentors) to sensitize them 
on the STMP prior to student teachers’ going to their TP schools. 
 
On the criteria for mentor selection, there were differences of approach.   
The urban-based head said that due to pressure of student teachers’ 
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numbers, nearly all his teachers became mentors. Therefore, such 
criteria as experience and professional expertise (among others), did not 
count. This put pressure on him and his administrative colleagues to 
mount workshops to ensure all mentors discharged their mentoring roles 
effectively. This scenario differed from the rural head, since he did not 
have an influx of student teachers. He could therefore consider the 
criteria listed above (among others). Still, he also agreed that regular 
workshops (including demonstration lessons) were held to support the 
STMP. 
 
Concerning funding, both heads agreed that there was no funding from 
the Ministry of Education, Sport and Culture to support the STMP. It 
would seem the Ministry took the view that heads would use local 
resources and their initiative to deal with the STMP. On the forms of 
support for mentors and student teachers, apart from the workshops and 
demonstration lessons, the urban head mentioned handouts which he 
prepared especially at the beginning of each term on various aspects of 
teaching (e.g. scheming, planning, discipline-among others). Both cited 
scarcity of resources (e.g. money) as impediments to the support 
envisaged for the STMP. Both heads revealed that apart from supervision 
of student teachers by colleges, no other form of support is given to them 
to facilitate the STMP. They conceded that the college handouts to 
student teachers going on TP (which are also given to heads), were 
helpful in facilitating the heads’ supervision of student teachers. 
 
The interview ended on an optimistic note, with both school heads 
agreeing that the STMP should continue, but only if schools are given 
resources (especially funding) to ensure that mentoring activities are 
successfully executed. They also called for mentors to be trained and 
rewarded for their mentoring roles. 
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SUMMARY OF FINDINGS 
 
• Mentors, student teachers and the mentoring context were found 
to be the key elements of the student teacher mentoring 
programme (STMP). 
• The key participants in the STMP were the Department of Teacher 
Education (DTE), teachers’ colleges and primary schools with 
student teachers. On the roles of the key participants, the DTE 
monitored the academic and professional standards in teachers’ 
colleges. Teachers’ colleges provided the theoretical base for 
student teachers before and after their Teaching Practice (TP), with 
primary schools providing workshops (classrooms) for student 
teachers to articulate their practice, using mentors’ professional 
and other expertise.      
• There was adequate time and space to conduct mentoring.   
However, there was no funding for the STMP. There was good 
cooperation between the key participants, although this should be 
improved to enhance the STMP. Another area of need is the 
training of mentors: mentoring is a key process which cannot be 
left to chance, hence the need to train mentors. 
 
 
5.  DISCUSSION 
 
Results of the study suggest that mentors are particularly central to the 
STMP. As such, they need increased respect and acknowledgement for 
their crucial role in working with student teachers – a point echoed by 
Connor and Killmer (1995:8). This is the issue of giving mentors what 
Hobson (2002:17) calls status or recognition, incentive or reward, where 
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potentially capable mentors are encouraged to develop their careers in 
this area. 
 
Equally significant is the aspect of the mentoring context, that supportive 
environment which facilitates student teacher learning. Such an 
environment has to be painstakingly cultivated and sustained so that it 
is conducive to student teacher practice (Hobson 2002:16). 
 
This study also found the issue of co-operation among key participants 
crucial to the STMP. Connor and Killmer (1995) support partnerships 
between colleges and school districts as they provide a vehicle for 
enhancing the status of mentors. This idea is in line with Holligan (1997) 
in Smith (2002:142) who found that there was a positive correlation 
between classroom performance and knowledge of educational theory. 
 
As mentors are crucial to the STMP, they need to be trained for their 
mentoring roles. This is supported by Connor and Killmer (1995:8) who 
say that mentoring, counseling, conferencing and observation techniques 
are all skills that can be enriched through training. They further say 
such training can come in the form of courses or a series of workshops.   
This study has identified the training of mentors as a definite need.          
 
 
6.  CONCLUSION 
From the findings above, it emerges that the student teacher mentoring 
programme (STMP) was being implemented through the three key 
elements of mentoring, namely the mentors, student teachers and the 
mentoring context. Moreover, the key participants were indeed 
discharging their duties in respect of the STMP. However, the STMP is 
not being effectively carried out due to lack of funding, particularly to the 
mentors who lack training for such a weighty responsibility. As a result 
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of this lack of support by government and even the University of 
Zimbabwe through the Department of Teacher  Education (DTE) (there is 
no recognition of mentors by the Ministry of Education, Sport and 
Culture or mentor courses offered by DTE), mentors’  status is very low.  
They thus lack motivation to pursue their duties enthusiastically. 
 
While there is cooperation between the key participants, there is need to 
enhance communication among these to improve the effectiveness of the 
STMP. 
 
 
7.  RECOMMENDATIONS 
 
Consequent to the conclusions stated above, the following 
recommendations are made: 
¾ That mentors and school heads continue to be encouraged to 
create an environment conducive to student teacher mentoring 
activities. 
¾ That teachers’ colleges prepare student teachers’ and lecturers 
thoroughly for the STMP. 
¾ That the Ministry of Education, Sport and Culture mounts training 
workshops and short courses (in liaison with colleges) for mentors 
and school heads to enhance the status of the mentors. 
¾ That mentors be paid for their contributions towards student 
teacher mentoring. 
¾ That the Department of Teacher Education (DTE) offers diploma 
and degree courses in mentoring to improve mentor skills and the 
STMP. 
¾ That cooperation among stakeholders involved in the STMP are 
stepped up. 
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APPENDICES 
 
LECTURERS’ RESPONSES 
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28.57% knew  that the college with the help of DTE funds the workshops 
and seminars on the STMP, 42.86% said they do not fund and another 
28.57% were not sure whether they fund or not. 
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14.28% said DTE takes active interest in the STMP and attends workshops, while 
42.86% said they do not have interest and another 42.86% were not sure whether they 
take active interest or not. 
 41
0
0.5
1
1.5
2
2.5
3
FREQUENCY
NO YES UNCERTAIN
Q12
 
42.85% said lecturers respect the supervision rates awarded to students 
by mentors and school heads, while an equal share of 28.57% said they 
did not , while another portion where not sure of either. 
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A greater number of 42.85% never responded to this question, while 14.28% appealed for 
government support in funding workshops on STMP, another 14.28% appealed for 
interaction among DTE, teachers’ colleges and Ministry of Higher Education.  And 
28.59% asked for regular workshops to enhance knowledge on STMP.  
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MENTOR RESPONSES  
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75% said mentors were not  selected on the criteria of their experience or 
professional competence, while 16.67% were selected according to their 
experience and professional competence and 8.33% were not sure of how 
they were  chosen. 
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25% said the STMP was generally good and of much help. 8.33% said 
lecturers should get more involved in the STMP.  Another 25% did not 
respond to this question.  33.34% said they needed regular and very 
organised workshops.  Another 8.33% said there was no need for STMP: 
classroom situation approach should be taken. 
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CONSENT FORM FOR RESEARCH PARTICIPANTS  
 
Please complete the form below.  
 
I have been asked to give my views on the student teacher mentoring 
programme (STMP) in Zimbabwe.  
 
I understand that this information will be used for research purposes 
only. I further understand and agree that I will not be paid for the 
information contributed towards this research.  
 
I freely and voluntarily agree to participate in this study. I am free to pull 
out of the study if the above conditions are violated.  
 
Signature of participant:  
Date:  
Signature of the researcher:  
Date:  
Designation (tick where appropriate)  
 
Lecturer    school head  
Mentor    student teacher  
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